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ABSTRACT: The Research into inter-
language pragmatics has prominent 
significance nowadays. Due to severe 
negative consequences of failure in per-
forming and interpreting speech acts 
such as request, the present study in-
vestigated the effect of concept mapping 
on learning English requests by Iranian 
high school students. To this aim, 72 
intermediate male English students 
(ranging in age from 15 to 18) that were 
in two intact groups from a city in 
northeastern Iran, voluntarily took part 
in the study. Data for this study were 
collected using English Test- Beginner 
(proficiency test) and Multiple Dis-
course Completion Task Test (MDCT). 
The results indicated there was a sta-
tistically significant difference between 
the request speech act knowledge of 
those learners who were taught re-
quests through concept mapping and 
those who were taught traditionally. 
The results of the current study have 
important implications for syllabus de-
signers and material developers partic-
ularly in EFL contexts. 
 
RESUMEN: La investigación en la 
pragmática entre lenguas tiene un 
significado prominente en la actuali-
dad. Debido a las graves consecuen-
cias negativas del fracaso en la reali-
zación e interpretación de actos de 
habla como la solicitud, el presente 
estudio investigó el efecto del mapeo 
de conceptos en el aprendizaje de so-
licitudes de inglés por parte de estu-
diantes iraníes de secundaria. Para 
este objetivo, 72 estudiantes de inglés 
varones intermedios (de 15 a 18 años 
de edad) que formaban parte de dos 
grupos intactos de una ciudad en el 
noreste de Irán, participaron volunta-
riamente en el estudio. Los datos para 
este estudio se recopilaron utilizando 
la Prueba de inglés para principiantes 
(prueba de competencia) y la Prueba 
de tarea de finalización de múltiples 
discursos (TCMD). Los resultados in-
dicaron que hubo una diferencia es-
tadísticamente significativa entre el 
conocimiento del acto de habla de la 
solicitud de los alumnos a quienes se 
les enseñó las solicitudes a través del 
mapeo de conceptos y los que se les 
enseñó tradicionalmente. Los resulta-
dos del estudio actual tienen implica-
ciones importantes para los diseña-
dores de programas de estudio y los 
desarrolladores de materiales, parti-
cularmente en contextos de EFL. 
 
RÉSUMÉ: La recherche sur la 
pragmatique interlangue a une 
importance prééminente de nos jours. 
En raison des graves conséquences 
négatives de l’échec lors de l’exécution 
et de l’interprétation d’actes de langage 
tels que ceux demandés, la présente 
étude a examiné les effets de la 
cartographie conceptuelle sur 
l’apprentissage des demandes en 
anglais des lycéens iraniens. À cette fin, 
72 étudiants anglais masculins d’âge 
intermédiaire (âgés de 15 à 18 ans) 
appartenant à deux groupes intacts 
d'une ville du nord-est de l'Iran ont 
participé volontairement à l'étude. Les 
données de cette étude ont été 
recueillies à l'aide de l'anglais Test 
Débutant (test de compétence) et du test 
de fin de discours multiple (MDCT). Les 
résultats ont indiqué qu'il existait une 
différence statistiquement significative 
entre la connaissance des actes de 
parole des apprenants à qui les 
demandes étaient traitées via le 
mappage de concepts et celle des 
apprenants de manière traditionnelle. 
Les résultats de la présente étude ont 
des implications importantes pour les 
concepteurs de programmes et les 
concepteurs de matériaux, en 
particulier dans les contextes EFL. 
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1. INTRODUCTION 
 
Recently, the study of pragmatic competence in an L2 has received 
noticeable attention by second language acquisition (SLA) researchers (Kim, 
2016). According to Yule (1996, p. 3), “pragmatics is concerned with the 
study of meaning as communicated by a speaker (or a writer) and 
interpreted by a listener (or reader)." It has come to be applied to the study 
of language from the point of view of the users, especially in the choices they 
make, the constraints they encounter in using language in social 
interaction, and the effects their use of language has on the other 
participants in an act of communication (Kasper & Rose, 2001). In the same 
line, Beltrán-Planques and Querol-Julián (2018) consider pragmatic 
competence as one of the scope of pragmatics which is broadly defined as 
“the ability to communicate appropriately in a social context” (p.1). 
In SLA research, there is an assumption that language learners in 
learning an L2 create a language system called "interlanguage" by 
formulating an internalized system based on available linguistic elements in 
their native language and the target language. Yet, there are some elements 
in their interlanguage which do not represent their origin in either linguistic 
source (Gass & Selinker, 1994). According to Kasper and Blum-Kulka 
(1993), interlanguage pragmatics (ILP) is the study of non-native speakers' 
use and acquisition of linguistic behavior patterns in an L2. 
Studies of ILP have followed the lead of previous work in cross-cultural 
pragmatics and interlanguage research to compare data sets between L1, L2 
and interlanguage (Kasper, 1998). Research in the area of ILP aims broadly 
at understanding how nonnative speakers of a language acquire and develop 
socio-cultural skills in order to communicate their meanings in the second 
language appropriately and adequately (Naiditch, 2006).  
In ILP as well as cross-cultural pragmatics, speech acts represent the 
most widely-investigated aspect of linguistic action (Blum-Kulka, House & 
Kasper, 1989). Regarding the investigative objects of some of the more recent 
ILP studies, the speech acts that have received the most attention are 
requests, apologies, compliments, and increasingly, refusals (e.g., Barron, 
2019, Blum-Kulka, et al., 1989; Kasper & Blum-Kulka, 1993; Jeon & Kaya, 
2006; Takahashi, 2010; Taguchi, 2015, 2017). Also, Norouzian and Eslami 
(2016) regard speech acts, conversational routines, and implicatures as the 
prime focus of ILP studies.   
As Sifianou (1992) points out, speech act theory is directly related to the 
issue of politeness. When making a request, the requester needs to use 
various politeness strategies, such as different degrees of directness and 
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external modifications, so the request will be achieved. In daily 
communication, people may give a threat to another individual’s self-image, 
or create a “face-threatening act”. These acts impede the freedom of actions 
(negative face), and the wish that one wants be desired by others (positive 
face) – by either the speaker, or the addressee, or both. Requests potentially 
threaten the addressee’s face because "they may restrict the addressee’s 
freedom to act according to his/her will" (Holtgraves 2002, p. 40). 
With the recognition of the significance of speech acts, plenty of 
techniques for teaching and learning them have come out. Most of the 
techniques and strategies to the teachability of pragmatic components 
particularly on the part of speech acts have mainly accounted for the relative 
effectiveness of different types of pragmatic instruction/mediations or the 
priority of two approaches of explicit and implicit instruction over one 
another (Ajabshir, 2019; Derakhshan & Arabmofrad, 2018; Derakhshan & 
Zangoei, 2014; Emadi, 2015; Hashemi Shahraki, Ketabi, & Barati, 2015; 
Jernigan, 2012; Kargar, Sadighi, & Ahmadi, 2012; Rose, 2005; Sykes, 2018; 
Taguchi, Xiao, & Li, 2016; Tateyama, 2001).  
Concept mapping is a relatively new technique which is helpful for 
learning in L2 classes. Concept maps, in Novak and Canǎs's (2006, p. 17) 
view, are "graphical tools for categorizing and representing knowledge." They 
consist of concepts which are usually enclosed in "circles or boxes of some 
type and relationships between concepts indicated by connecting or linking 
two concepts or words on line, referred to as linking words or linking phrase" 
(ibid.). As a result of the limitations and challenges involved in dealing with 
teaching sociopragmatic and pragmalinguistic aspects of speech acts as 
essential components of pragmatic competence especially in the foreign 
language context, the use of authentic, ever-developing techniques like 
concept mapping have gained considerable attention these days. Based on 
the available literature in the following section, concept mapping can be 
used as a learning strategy and it can be employed by the teachers in the 
classroom for more effective teaching.  However, so far only a few studies 
have touched upon using concept mapping in learning speech acts. Based 
on the aforementioned discussions, one of the most important factors 
investigated in this study is the role of concept mapping strategy in Iranian 
English as a foriegn language (EFL) learners’ ILP development where the 
students don’t have a lot of opportunities or abilitities to interact with 
English native speakers. 
In spite of the importance of request speech act and also the significance 
of concept mapping in language teaching and learning, few studies 
worldwide and nationwide namely in Iranian EFL context have been 
conducted in order to highlight these important aspects of language 
pedagogy. Therefore, the present study aims at investigating the effect of 
concept mapping on learning English requests by Iranian high school 
students. 
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2. REVIEW OF LITERATURE 
 
Ausubel (1968) believes that learning is a continuous process of building, 
expanding, and modifying old concepts over time as new relationships are 
introduced and linked with previous concepts. However, cognitive 
processing theory endorses that for retaining information, learners should 
pay attention to it and encode it into long-term memory by linking new 
information to existing information and making a series of perceptual 
networks or schemata (Gredler, 2001). Concept mapping promotes this 
process because it assists the learner to make sense of concepts by linking 
new concepts with prior existing concepts in the memory and then 
categorizing them hierarchically to form an integrated, coherent framework 
of the material learned. This is accepted to encourage meaningful learning 
(Novak, 1990). 
Concept mapping promotes meaningful learning by assisting learners to 
recognize, clarify, and categorize the abstract concepts and relationships 
through the information being processed via visually presenting them in an 
almost easily comprehended format. Concept mapping encourages 
meaningful learning by starting active interactions of learners with the 
information being processed and by linking what is being processed in the 
working (or short-term) memory to what they have already known (their 
prior knowledge) in the long-term memory (Novak, 1990). Taricani (2002) 
maintains that one of the greatest significance of concept mapping is that 
they require learners to deal consciously and explicitly with what is normally 
an implicit activity. In the same line, Morfidi, Mikropoulos, and Rogdaki, 
(2018) hold that concept mapping, as a learning strategy, improves 
comprehension, memory, and encourages meaningful learning.    
Recently, concept maps have broadly been the research basis in different 
scientific fields, and studies have depicted the positive effect of concept maps 
on meaningful learning (Novak & Cañas, 2006, Novak, 2010). Also, Kalhor 
and Shakibaei (2012) investigated the effect of teaching English reading 
comprehension to Iranian students through concept mapping. Data analysis 
indicates that concept mapping technique has a noteworthy effect on 
English reading comprehension. 
Liu, Chen, and Chang (2010) explored the effect of creating concept maps 
with the help of computer on English reading comprehension of English 
bachelor’s students in Taiwan in which English was an L2. The result of this 
study depicted that not only concept map strategy enhances reading 
comprehension, but also it strengthens the application of other reading 
comprehension strategies .Dias (2010) utilized concept maps to enhance 
English reading comprehension of bachelor’s students in which English was 
an L2. The findings of the study indicated that concept map is an effective 
strategy to strengthen reading comprehension. Increasing their 
independence in application of knowledge organizing methods, the students 
learned how to make use of tools to create concept maps.  
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Another study was carried out by Lee and Cho (2010) to explore the 
application of group concept map on the writing skills of Korean university 
students. They came to the conclusion that the concept map extremely 
promotes the students writing skill. Talebinezhad and Mousapour Negari 
(2007) explored the effectiveness of concept mapping as a learning strategy 
on students’ self-regulation. The findings showed that students obtained 
higher self-regulation as the result of concept mapping strategy teaching. In 
a case study by Ojima (2006), the effect of concept map as a pre-task on 
three Japanese students writing skill was explored. The result of the study 
indicated that concept mapping optimizes learners’ English writing skill on 
the basis of complexity. Abu Nada (2008) conducted a research about the 
effect of using concept maps on achieving English grammar among the ninth 
graders in Gaza governorate. The study revealed statistically significant dif-
ferences in the ninth grades’ achievement of English grammar due to the 
method in favor of concept map start. Maleki and Dabbaghi (2013) worked 
on the applicability of drawing concept maps on reinforcing reading compre-
hension of students at some high schools. The findings indicated that treat-
ment had positive impacts on reading comprehension of the students. In 
another study, Chularut and DeBecker (2004) investigated the effectiveness 
of concept mapping used as a learning strategy with students in ESL class-
room. The findings indicated a statistically significant interaction of time, 
method of instruction, and level of English proficiency for self-monitoring, 
self-efficacy, and achievement. For all four outcome variables, the concept 
mapping group demonstrated significantly greater gains from pre-test to 
post-test than the individual study group.  
To illuminate the use of concept map in language learning/teaching and 
as a sort of self-experienced action research, the authors have applied 
concept mapping as a rich source of strengthening the taught material in 
skill teaching course to Teaching English as a Foreign Language (TEFL) 
students at Hakim Sabzevari University, Iran. Whatever follows is the 
process of preparing a concept map to teach the chapter of Listening derived 
from two books of Second Language Learning and Language Teaching (Cook, 
2008) and Methodology in Language Teaching (Richards & Renandya, 2002): 
Constructing the concept map for teaching listening and other skills went 
through the phases of brainstorming which included classifying facts, 
terms, and ideas in the source under study that were in anyway associated 
with the topic and then writing them down, organizing which consisted of 
generating groups and sub-groups of related concepts and then creating 
hierarchies for the clusters and rearrange the items and add the new ones, 
layout which was a trying phase to reach the best arrangement of the 
interrelationships and interconnections among concepts with reliable 
hierarchies, Linking when lines were used with arrows which can initiate or 
end on significant concepts and also to link and join the relationship 
between connected concepts, and finalizing the concept map which was the 
last phase for transforming the concept map into a long-lasting constructive 
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form with appropriate colors, fonts, shapes, border thickness and a related 
title to convey the concepts to have a profound process of learning/teaching.  
In conclusion, concept mapping has been frequently utilized in the 
studies to investigate its effectiveness on several aspects of language skills 
and sub-skills, nonetheless, to the best knowledge of the researchers, if no, 
scant studies have capitalized upon the application of concept mapping in 
teaching these ubiquitous components of pragmatic competence namely 
speech acts in different contexts particularly Iranian EFL context. In other 
words, teaching speech acts through concept mapping has received limited 
attention in Iran and few research, if any, has been done practically. In this 
regard, the current study is an attempt to cast more light on ILP 
development of Iranian learners of English to fill the aforementioned gaps. 
However, like any other investigation conducted so far, the current study 
is not exempt from limitations which in turn contain recommendations for 
future research on concept mapping strategy. They are enumerated as 
follows: First, the participants of the study could be chosen from different 
English proficiency levels and also from different English institutes in 
different cities which might enhance the reliability and validity of the results 
of the research. Second, concept mapping strategy could be applied to teach 
other language skills and sub-skills to other EFL learners. Nevertheless, the 
present study is directed by the following research question: 
Is there any statistically significant difference between the request speech 
act knowledge of those learners who are taught through concept mapping and 
those who are taught traditionally? 
 
3. METHOD 
 
3.1. PARTICIPANTS 
 
The participants of this study were seventy-two male EFL students of 
grade 2 from two high schools in Gonabad, Iran, who voluntarily took part 
in an adjunct English course to develop their English proficiency in the spe-
cialized aspects of English language namely pragmatics and the knowledge 
of request speech act in particular. The age range of participants were 15 to 
18 years old with intermediate level of English language proficiency and with 
Persian as their first language. The participants were two intact groups that 
were chosen based on convenience or opportunity sampling. Additionally, 
the participants were ensured that the result of the study would be used 
only for research intentions. Also, a verbal consent was taken from all par-
ticipants before the start of the study. 
 
3.2. INSTRUMENTS 
 
The instruments employed in this study are as follows: (1) An English 
Test- Beginner (proficiency test) for homogenizing the participants’ level of 
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language proficiency, and (2) A Written Discourse Completion Task Test 
(WDCT) for assessing the participants’ pragmatic competence in the pre and 
posttest. 
 
3.2.1. ENGLISH TEST - BEGINNER (PROFICIENCY TEST) 
 
Before starting to implement the treatment, the researchers administered 
"English Test – Beginner" Proficiency Test developed by Bertrand (1994) in 
order to take action to ensure that all the learners are at the same level of 
language proficiency. The test includes 100 multiple choice items on vocab-
ulary, grammar, pronunciation, and reading. The participants were given 
appropriate allotted time to respond the questions. It is worth mentioning 
that in spite of this fact that the proficiency in the language is not always 
correlated to the pragmatic competence, the relationship between the level 
of language proficiency and ILP is relatively direct and positive (Ellis, 2019; 
Garcia, 2004; Naoko, 2013; Soo, 2013; Xiao, 2015, Xu, Case & Wang, 2009; 
Yang, 2015). 
In order to compute the reliability of the use of the proficiency test, the 
researchers administered the test to the pilot group of thirty-eight students 
in other schools of Gonabad whose students were at the same level (inter-
mediate) with the participants of this study. The researchers used the Kuder 
and Richardson Formula 21 (KR-21) to calculate the internal consistency of 
the test. This test checks the internal consistency of measurements with 
dichotomous choices. It is appropriate when each question is dichotomous 
(either right or wrong) and a correct question scores 1 while an incorrect 
question scores 0.  The reliability index for the "–English Test – Beginner" 
Proficiency Test in this study was found to be 0.81. Regarding the test's 
content validity, five experts' comments were sought. The experts were se-
lected based on their experience in teaching different general and special 
English courses to the students of TEFL at Hakim Sabzevari University. 
Each strongly confirmed the appropriateness of the test regarding the gen-
eral objective of measuring beginners' English proficiency. 
 
3.2.2. WRITTEN DISCOURSE COMPLETION TASK (WDCT) 
 
In order to measure the students' knowledge of the request speech act, 
the researchers employed a WDCT and gathered written responses from the 
learners. The test consisted of 23 situations adopted from Derakhshan 
(2014) and designed to extract different aspects of the speech act of request. 
There was an empty slot for the speech act response in the beneath of each 
situation. According to Brown (2001) “a WDCT is a kind of pragmatic instru-
ment that requires the students to read a written description of a situation 
(including such factors as setting, participant roles, and degree of imposi-
tion) and asks them to write what they would say in that situation" (p. 301). 
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The following example is a request speech act of WDCT which was used to 
elicit the participants’ pragmatic competence of request speech act: 
 
Phil: Hi, Lilly. It's Phil. 
Lilly: Hi, Phil. What's up? 
Phil: Not much, but I was wondering if I could ask you for a favor. 
Lilly: Mmm, maybe. Try me. 
Phil: Well, I have to go out of town for a few days next week.  
Lilly: Aha.  
Phil: Could I leave Polly with you while I'm gone?  
Lilly: Polly? Who's Polly? 
Phil: You know, Polly, my bird. 
Lilly: Oh, yeah. I forgot, your bird. I don't know Phil. I really don't like 
birds very much. They're messy. They make a lot of noise, and … 
Phil: Oh, no, not Polly. She's really a great bird. She's really clean and 
very quiet. She won't bother you, I promise. 
Lilly:  Oh, alright, I'll do it. 
Phil: Thanks, I really appreciate it. 
Phil says “Could I leave Polly with you while I'm gone?” What is another 
way to say this?  
Your Answer: …………………………………………………………… 
 
It should be mentioned that each of the WDCT such as the above men-
tioned was used in order to elicit the participants’ responses in the pre and 
posttest. The reason for using the WDCT was to obtain good hints on the 
part of request speech act to be worked on during the instruction sessions 
by the researchers. However, to compare the participants’ performance in 
the pre and posttest, they were taken to the corresponding Multiple-choice 
Discourse Completion Test (MDCT) of each of the request speech act WDCT 
by four options in the pre and posttests. The rationale behind this process 
was to obtain the quality of objectivity and achieve the generalizability of the 
results. Moreover, triangulation of data in educational and social science 
research serves different sources of collecting data to increase the credibility 
and validity of the results (Kern, 2018). In MDCT, the test-taker involves to 
read a written description of a situation and select from the several given 
options what would be most suitable in that situation based on pragmatic 
factors such as power, social status, and level of imposition, in contrast to 
a WDCT that requires the test-taker to write what they would say in that 
situation (Brown, 2001). The MDCT format of the mentioned example in-
cluded the same stem but with four options: 
Phil says “Could I leave Polly with you while I'm gone?” What is another 
way to say this? 
 
a.  Please take care of Polly while I’m away. 
b. You have to take care of Polly while I’m away. 
pragmalingüística 
27 (2019) 385-406 
393 
 
c. I was wondering if you’d mind taking care of Polly while I’m away. 
d. Would you please take care of Polly while I’m away? 
 
The reliability of MDCT was computed by its post-test reliability. The re-
searchers also performed KR-21 formula for the computation of the internal 
consistency of the test. The reliability index for the MDCT of the study was 
0.79. In addition, for checking content validity, three pragmatic experts who 
had taught different courses of pragmatics, evaluated each item with its op-
tions and had comments on the correct option and the distractors. The in-
terrater reliability between scorers was computed. The interrater reliability 
of the three scorers were computed and they were fairly consistent in their 
whole evaluations; at the significance level of .05, the correlation was .77.  
 
3.3. PROCEDURE 
 
In order to conduct the research, two intact groups that were selected 
based on convenience sampling were used to compare the effectiveness of 
concept mapping on learning English requests. One class was chosen as the 
control group (N=38) and the other as the experimental group (N=34).  The 
"English Test – Beginner" Proficiency Test was administered in the first ses-
sion to ensure the homogeneity of the students in terms of language profi-
ciency. Then, in another day, the WDCT and the MDCT of English requests 
were given as the pre-test to the participants of both groups before starting 
the instruction. As mentioned before, the request MDCT was given to the 
students as the pretest and the posttest to compare the pragmatic compe-
tence of English requests before the instruction and after the instruction. 
Afterwards, the researchers started to teach to both groups in the session 
after the pretest administered. English requests were taught to the two 
groups in different ways; the experimental group received concept mapping 
technique for teaching requests and other one received traditional ways for 
the same requests. Each group received nine sessions of instruction (each 
session thirty minutes). The process of English request teaching was differ-
ent for two groups so that for, the students in the control group were pre-
sented an audio file containing a request speech act for three times, then 
they were asked to think about the situation and express their ideas about 
each turn of the conversation to clarify the difficult lexical terms and expres-
sions. After that, the transcript of the conversation followed by a question 
was distributed between the students and they were required to write their 
responses in each situation. Finally, the students read their answers and 
each answer was compared with others.  
The process of teaching requests in the experimental group was similar 
to the control group, but teaching the same English requests were upgraded 
by concept mapping at the end of each session. In other words, the students 
in experimental group listened to an audio file for three times, then they had 
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a discussion on special words and structures to disambiguate the uncer-
tainties and misunderstandings on the listening. Subsequently, they answer 
the question at the end of each transcript of the conversation. Next, the stu-
dents were completely briefed about the concept map which was provided at 
the back of each of the conversation transcript sheet. They were required to 
identify each of the effective component in a request speech act socially and 
appropriately like the topic of the request, distance, power, degree of impo-
sition and so on which were connected to each other around the key word 
through lines.  Finally, the researchers as the instructors of the course and 
the students had a comprehensive discussion on each part of the concept 
map. 
The number of the requests taught was the same for both groups. They 
were nineteen listening conversations featuring speech act of request which 
were extracted by the researchers from the textbooks of Four Corners Series 
(Richards & Bohlke, 2011), American English File Series (Oxenden, Lathan-
Koenig, & Seligson, 2008), English Result Series (Hancock, & McDonald, 
2009), and Touchstone Series (McCarthy, McCarten, & Sandiford, 2005) 
taught in the language institutes in Iran. Each conversation included prag-
malinguistic and sociopragmatic features of the speech act of request. The 
researchers discussed these features through the concept maps to make the 
students aware of the idiosyncrasies of each request in the experimental 
group, while the control group was instructed thorough typical way without 
concept map. A sample of a concept map followed at the end of each conver-
sation and was applied as the treatment of the experimental group is as 
follows: 
 
Listen to the conversation. What things does Kate ask Ruth to do for her? 
Ruth: Oh, hi, Kate. What's up?  
Kate: Hi, Ruth. Listen, I'm going away this weekend. Can you do me a 
favor?  
Ruth: Sure. What do you need?  
Kate, Can you feed my cat, please?  
Ruth: No problem. I'll feed her. Is that all?  
Kate: Well, could you please get my mail, too?  
Ruth: Sure. I could do that for you. I'll put it on your kitchen table. Any-
thing else?  
Kate: If you don't mind, there's one more thing.  
Ruth: What's that?  
Kate: I'm getting back at 11:00 on Sunday night. Would you mind picking 
me up at the airport? 
Ruth: Actually that’s kind of late for me. I need to get up early on Monday 
morning. I have an important business meeting then. Sorry.  
Kate: No, no, that's fine. It's asking a lot, I know.  
Ruth: Do you think you can ask someone else?  
Kate: I'll just take a taxi. It's not a big deal. 
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Why can't Ruth pick Kate up? Your Answer:……………………… 
Now number the best choice for each of the request expression in the 
following concept map. 
 
 
Figure 1: A request concept map applied in pragmatic course in the experimental group 
 
As indicated in Figure 1, the students in the experimental group were 
required to identify each aspect of the request speech act such as the level 
of formality and politeness by numbering the request expression in a con-
tinuum from inappropriate to very appropriate in each session. Then, the 
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researchers and the students had a comprehensive discussion on each as-
pect to compromise into the appropriateness/inappropriateness of each dis-
cussed request expression.  
It should be mentioned that designing and developing each component of 
the request concept map was based on Brown and Levinson (1978, 1987) 
theory of politeness that believe some speech acts such as requests and re-
fusals are inherently positive or negative. Some acts like requests have been 
considered impolite and consequently they are categorized into face-threat-
ening-acts (FTAs) which need mitigating by linguistic or other politeness 
strategies (Brown, 1987). Face in this theory associates a kind of public im-
age in which a conversation is effective only when the face of the interlocu-
tors are maintained by each other. Thus, face is “something that is emotion-
ally invested, and that can be lost, maintained, or enhanced, and must be 
constantly attended to in interaction” (Brown & Levinson, 1987, p. 61). 
Based on this theory, the success of an interaction is highly affected by so-
ciopragmatic factors such as the interactants’ power, social distance, and 
degree of imposition and so on. So, this framework was an inspiring point 
to develop and apply the concept map to be tried as a new strategy in teach-
ing pragmatics because it takes into account several factors of an effective 
communication in different contexts.    
The researchers taught one or two requests in each session of 30 minutes 
to the both groups but in different way for each one. The experimental and 
control groups were instructed for 9 sessions. At the end of the instruction, 
the MDCT posttest that was the same as the pretest was given to the both 
groups. Having gathered the data collection, Statistical Package for Social 
Sciences (SPSS 22) program as an appropriate statistical test were used to 
analyze and compare the performance of two groups of the control and ex-
perimental before and after the instruction. 
 
4. RESULTS 
 
To make certain that all the learners are homogeneous in terms of lan-
guage proficiency, the researchers administered the “English Test – Begin-
ner” Proficiency to both groups at the very beginning.  After collecting the 
data, the descriptive statistics was produced by the statistical SPSS pro-
gram. The descriptive statistics of proficiency test for both groups are shown 
in Table 1. 
 
Table 1: Descriptive statistics for proficiency test of control and experimental group 
 
 
groups N Mean 
Std. Devia-
tion 
Std. Error 
Mean 
profi-
ciency 
control 38 42.66 9.78 1.59 
experi-
mental 
34 42.12 10.13 1.74 
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As shown in Table 1, for the control group, the mean score was 42.66 
and the SD was 9.78 and for the experimental group, the mean score was 
42.12 and the SD was 10.13. Since the means cannot show the actual dif-
ference between the groups, an Independent Samples t-test was manipu-
lated as presented in Table 2. 
 
Table 2: Independent samples t-test: control group proficiency test vs. experimental group 
proficiency test 
 
As Table 2 displays, there was no statistical difference between the two 
groups, t (70) = 0.23, p=0.05. As a result, no significant difference was de-
tected between the learners’ mean scores in the proficiency test within the 
control and experimental groups; therefore, the participants of the control 
and experimental groups were most probably homogeneous. 
In the following lines, the descriptive statistics (mean, standard deviation) 
of the pre-test scores of both groups are shown in Table 3. 
  
Table 3: Descriptive statistics for experimental vs. control groups’ pretest score 
 
 
 
Levene's 
Test for 
Equality of 
Variances t-test for Equality of Means 
F 
Sig
. t f 
Sig
. (2-
tailed) 
Mea
n Dif-
ference 
Std. 
Error 
Differ-
ence 
95% Confi-
dence Interval 
of the Differ-
ence 
Low
er 
Up-
per 
pr
ofi-
cienc
y 
Equ
al vari-
ances 
as-
sumed 
.05
9 
.80
8 
.2
3 
70 .81
9 
.54
0 
2.34
8 
-
4.143 
5.22
4 
Equ
al vari-
ances 
not as-
sumed 
  
.2
3 
68.5
2 
.81
9 
.54
0 
2.35
3 
-
4.154 
5.23
4 
 groups N Mean Std. Deviation Std. Error Mean 
pre-
test 
control 38 3.34 .966 .157 
experi-
mental 
34 3.62 .922 .158 
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For the control group, the mean score was 3.34 and the SD was .96 and 
for the experimental group, the mean score was 3.62 and the SD was .92. 
Apparently, there was no significant difference between the means of the 
control and experimental groups. To make sure whether there is any signif-
icant difference between the mean scores of the control and experimental 
groups, the researchers ran an independent sample t-test. Table 4 demon-
strates the result of the independent samples t-test. 
 
Table 4. Independent samples t-test: experimental group vs. control group pretest scores 
 
As it is demonstrated in Table 4, there was no statistical difference be-
tween groups, t (70) = - 1.23, p=0.05. It can be claimed that there was no 
significant difference between the experimental and control groups' pre-test 
scores; therefore, the two groups were most probably homogenous in terms 
of request speech act background knowledge. 
Table 5 indicates the descriptive statistics (mean, standard deviation) of 
the post-test scores of both control and experimental groups. 
 
 groups N Mean Std. Deviation Std. Error Mean 
posttest 
control 38 10.92 3.451 .560 
experimental 34 14.00 3.499 .600 
Table 5. Descriptive statistics for experimental vs. control groups’ posttest score 
 
 
 
Levene's 
Test for 
Equality of 
Variances t-test for Equality of Means 
F 
Sig
. t f 
Sig
. (2-
tailed) 
Mea
n Dif-
ference 
Std
. Error 
Differ-
ence 
95% Confi-
dence Interval 
of the Differ-
ence 
Low
er 
Up-
per 
pre
test 
Equ
al vari-
ances 
as-
sumed 
.21
7 
.64
3 
-
1.23
4 
70 .22
1 
-
.276 
.22
3 
.721 .17
0 
Equ
al vari-
ances 
not as-
sumed 
  
-
1.23
8 
9.70
1 
.22
0 
-
.276 
.22
3 
.720 .16
8 
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As it is seen in Table 5, for the control group, the mean score was 10.92 
and the SD was 3.45, and for the experimental group, the mean score was 
14 and the SD was 3.50. Probably, concept mapping has been more effective 
in learning request speech act than the traditional method.   
To make certain whether the difference between the mean scores of the 
experimental and control groups was significant, an independent samples t-
test was run. Table 6 demonstrates the result of the independent samples t-
test. 
 
Table 6. Independent samples t-test: experimental group vs. control group posttest scores 
 
As it is displayed in Table 6, there was a significant difference between 
the experimental and control groups, t (70) = -3.75, p = 0.05. It can be stated 
that the null hypothesis is rejected. It was concluded that there is a statis-
tically significant difference between those learners who were taught request 
speech act through concept mapping (M = 14, SD = 3.50) and those who 
were taught traditionally (M = 10.92, SD = 3.45). Therefore, concept mapping 
strategy outweighed the traditional one in learning request speech act. 
 
5. DISCUSSION 
 
In the following, the research question will be presented and discussed 
thoroughly.  
 
Levene's 
Test for 
Equality of 
Variances t-test for Equality of Means 
F 
Sig
. t f 
Sig
. (2-
tailed) 
Mea
n Dif-
ference 
Std
. Er-
ror 
Differ-
ence 
95% Con-
fidence Inter-
val of the Dif-
ference 
Low
er 
U
pper 
pr
etest 
Equ
al vari-
ances 
as-
sumed 
1.05
0 
.30
9 
-
3.75 
70 .00
0 
-
3.079 
.82
0 
-
4.715 
-
1.443 
Equ
al vari-
ances 
not as-
sumed 
  
3.7
5 
68.9
0 
.00
0 
-
3.079 
.82
1 
-
4.716 
-
1.442 
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Is there any statistically significant difference between the request speech 
act knowledge of those learners who are taught through concept mapping and 
those who are taught traditionally? 
The above research question was answered on the basis of the students' 
performance on 23 items of MDCT. As it was indicated in Tables 3, 4, 5 and 
6, participants' performance in the experimental group showed a significant 
ILP development of the participants. In other words, the results showed a 
statistically significant difference between the request speech act knowledge 
of those learners who were taught requests through concept mapping and 
those who were taught traditionally. Therefore, the experimental group in-
structed by concept mapping outperformed the control group with tradi-
tional one in learning English requests.       
The above findings regarding the effects of concept map strategy are con-
sistent with the results of some previous studies. Kalhor and Shakibaei 
(2012) investigated the effect of teaching English reading comprehension to 
Iranian students through concept mapping. Data analysis indicates that 
concept mapping technique has a noteworthy effect on English reading com-
prehension. The findings of the present study are also compatible with the 
study of Liu, Chen, and Chang (2010) who explored the effect of creating 
concept maps with the help of computer on English reading comprehension 
of English bachelor students in Taiwan in which English was an L2. The 
result of study this depicted that not only concept map strategy enhances 
reading comprehension, but also it strengthens the application of other 
reading comprehension strategies . 
Moreover, the result of this study is in line with a study by Lee and Cho 
(2010) who explored the application of group concept map on writing skill of 
Korean university students. They came to a conclusion that the concept map 
extremely promotes the students writing skill. Likewise, Abu Nada (2008) 
conducted a research about the effect of using concept maps on achieving 
English grammar among the ninth graders in Gaza governorate. The study 
revealed statistically significant differences in the ninth grades’ achievement 
of English grammar due to the method in favor of concept map strategy, 
which is consistent with the findings of the present study. 
The findings of this study might be due to some reasons. One reason 
might be owing to the fact that concepts activate learners in the process of 
learning. Based on Auzubel's (1968) meaningful learning theory, concept 
map plays the role of an advance organizer. The advance organizer presented 
by teacher activates the mind of the students through connecting the prior 
knowledge to new information. Another reason might be due to the fact that 
concept map works as a cognitive tool. Therefore, in line with information 
processing theory (Rumelhart, McClelland, & PDP Research Group, 1988, 
as cited in Kriegeskorte, 2015) which cogently accentuates the role of re-
viewing, expanding, and organizing instructional materials in transferring 
information, presenting the concept map in a class as a cognitive tool can 
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provide a mind path to transfer information effectively and improve the mind 
status, as well (Kalhor & Shakibaei, 2012). 
 
6. CONCLUSION 
 
The present study supports the idea that making use of concept mapping 
tools can extend and enrich students' learning. Therefore, concept mapping 
would be very useful in EFL classrooms as a learning tool. In addition, trying 
the use of various ways in developing L2 learning in general and ILP on the 
part of speech acts has been suggested; likewise, using concept map may 
raise an increasing amount of interests by EFL teachers who are seeking 
and applying new instructional methods in their classes to have an effective 
process of language teaching/learning. Another important implication for 
language teachers is that working with concept maps in each class can be 
much more time-saving and practical leading to better performance as what 
has been indicated in the present study, because in the process of working 
with concept maps, most of the linguistic redundancies are eliminated 
through nods, links, and cross-links.  
Taking advantage of concept mapping strategy, it can be helpful where 
there are not any instruments or facilities for teachers to teach speech acts 
meaningfully such as multimedia material except coursebooks. In other 
words, encouraging students to draw graphical maps for learning speech 
acts can be applicable where students don’t have real chance or ability to 
interact with native speakers, teachers or other students through English 
speaking skill. Teachers may enhance the achievement as well as the self-
efficacy of their EFL students by familiarizing them with the concept map-
ping strategy   . 
Students may optimize their learning by adopting concept mapping as a 
learning strategy. Since concept mapping is a student-directed strategy that 
does not heavily rely on teacher-fronted lecturing, it is easily adopted by 
users. Furthermore, concept mapping is simple and flexible enough to be 
useful in a variety of learning settings like Iran. For the sake of lacking a 
communicative approach incorporated in high school textbooks particularly 
in EFL contexts like Iran, students do not necessarily learn high-demanding 
aspects of second language such as speech acts. In this case, the students 
prefer to translate every English speech act into their native language ignor-
ing important components of pragmalinguistics and sociopragmatics in each 
interaction that in turn, leads to several misinterpretations and failures in 
communication (Eslami-Rasekh & Eslami-Rasekh, 2008). 
Consequently, encouraging students to extract speech acts from different 
instructional textbooks as a task, presenting them in some forms like circles 
or rectangles and link them to their pragmatic features by some lines in a 
communicative environment may direct them to use concept mapping as a 
learning strategy to regulate their learning. In the same line, as Chularut 
and DeBecker (2004) have rightfully stated, learners might optimize their 
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learning by using concept mapping as a learning strategy. It provides learn-
ers with a better learning environment and makes them play various roles 
as, thinkers, problem solvers, and researchers. Such roles help them learn 
and use English language in different situations more easily. Thus, for L2 
learners to be strategic and also aware of their strategies for being able to 
handle the linguistic barriers to communicate effectively, they need to be 
instructed on how to make use of concept mapping strategy and how to 
develop concept maps. However, constructing efficient concept maps re-
quires close cooperation, practice, and patience between teachers and stu-
dents. 
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